I. INTRODUCTION
Law students spend an enormous amount of time studying during their first year, relying heavily on reading and rereading. 1 Most law schools orient incoming students on basic skills of case reading and briefing. However, most law schools do not teach law students how to study, how to apply information from reading and briefing to learning the law concepts necessary for academic success, leaving academic preparation to non-empirical law school success resources, 2 and students' own improvised study and learning strategies. Due to a lack of research on law student learning, legal educators and law students do not actually know which law study and learning behaviors lead to success in law school and which merely waste students' time. 3 SAINT LOUIS UNIVERSITY LAW JOURNAL [Vol. 62:361 Cognitive science research on study and learning strategies shows that undergraduate students overwhelmingly rely on passive, ineffective strategies, like reading and rereading, instead of active, effective strategies like retrieval, self-testing, and periodic review, which increase learning and gauge comprehension. 4 Undergraduate students are able to get by and matriculate using ineffective, passive learning strategies, but also develop illusions of confidence in ineffective strategies, and continue to use these ineffective learning and study strategies in law school.
This Article shows that law students unwittingly fall into a "law school learning trap" 5 by relying on passive strategies like reading, rereading, and briefing cases without testing whether they are learning through active strategies. Law students can avoid the law school learning trap by using active strategies, like retrieval, self-testing, and elaboration, which increase learning, test what students know and do not know, and provide critical formative selfassessment and opportunities for correction. 6 Few legal educators offer formative assessment such as weekly quizzes or midterm exams. 7 Law students that do not use self-testing and formative self-assessment may not realize they have fallen in to the law school learning trap until sitting for final exams.
The stakes are high for law students and legal educators. First-year law students who do well academically win coveted access to law review, 5. I use the term "law school learning trap" to describe a law student study pattern where a student follows the conventional, tried and true study advice of reading and briefing cases to prepare for class, goes to class and takes notes, makes course outlines, memorizes black letter law, but does not review or engage in any retrieval or practice testing, which leads to a mistaken belief that reading and briefing for class is sufficient to learn the material in law school. Students who follow this pattern often do not test their knowledge with practice questions or hypothetical factual situations.
6. As this Article will discuss, relying on reading and rereading cases and other passive learning and study strategies in law school without engaging in active strategies like retrieval and self-testing correlates with poor academic performance. Infra Section IV.C. First-year law students fall into the law school learning trap because reading and briefing cases to prepare for class is time consuming, resulting in a fluency and familiarity that creates illusions of confidence with the material. See BROWN ET AL., supra note 4, at 15-17 and the discussion at supra note 5.
7. See Rogelio A. Lasso, Is Our Students Learning? Using Assessments to Measure and Improve Law School Learning and Performance, 15 BARRY L. REV. 73, 81-83 (2010). scholarships, job interviews, possible transfers to more prestigious law schools, and higher bar passage rates. 8 First-year law students with poor academic performance are denied access to prestigious opportunities, lose scholarships, face academic dismissal, and experience higher bar failure rates. 9 The law school learning trap, specifically the lack of formative assessment, unsound teaching and testing methods, and continued reliance on summative assessment, adds to the stressful, corrosive, and dehumanizing nature of the law school learning environment on law students' wellbeing, values, and motivation. 10 Legal scholars have written extensively on the dehumanizing nature of law school and the need to provide law students with selfdetermination and autonomy support. 11 Law students need to feel that they are . Law school is competitive and law students are obsessed with their academic standing. Students are highly motivated to engage in behaviors that will result in higher grades, especially in light of the mandatory grade curves at most law schools. First-year law grade point average ("LGPA") will also determine whether students are eligible for merit based scholarships, whether they can retain scholarships gained upon entry, eligibility for law review and moot court, eligibility for on-campus interview spots, and whether or not they are placed on academic probation or worse, academically dismissed. Vernellia R. good at what they are doing-namely, studying and learning in law school-or that they can become good at it. 12 Law schools are under increasing pressure to prove that legal education works and is worth the cost. The American Bar Association is putting more pressure on law schools to comply with accreditation requirements 13 and to assess law student learning using "formative and summative assessment methods in its curriculum to measure and improve student learning and provide meaningful feedback to students." 14 Law student enrollment continues to decline, adding to the looming threat of failing law schools.
15
Law students also need to understand effective learning strategies to be effective lifelong learners. 16 admission to practice, lawyers are expected to continue learning and mastering complicated material to effectively represent clients. Legal educators and law students need empirical research to evaluate whether the law student study and learning methods actually work. 17 This Article provides empirical correlation of law student study and learning strategies to academic success in law school and finds that passive learning strategies like reading and rereading without practice applying the law is negatively correlated with law school academic success, while active learning strategies like retrieval, self-testing, and elaboration that involve practice applying the law are positively correlated with law school academic success. Part II summarizes existing cognitive science research on undergraduate study and learning strategies and existing research on law student study behaviors. Part III discusses the development and administration of the Law Student Study Habits Survey. Part IV discusses the results of the research. Part V makes recommendations based on the results.
II. COGNITIVE SCIENCE RESEARCH ON STUDY AND LEARNING STRATEGIES
Hundreds of empirical studies have examined undergraduate study and learning behaviors, 18 demonstrating a clear link between study behaviors and academic performance that are as statistically significant as the relationship between academic performance and the two most frequently used predictors: prior academic performance (grade point average, "GPA") and test scores (ACT, SAT, etc.). 19 Undergraduate researchers have developed and used research instruments to assess which study behaviors are correlated with academic success-the study habits, skills, and attitudes themselves, 20 the depth of information processing during study, and students' metacognitive awareness while studying. 21 20. Study skills are the student's knowledge of study strategies and ability to manage time and resources to accomplish the academic task. Study habits are the degree and regularity with which the student uses specific acts of studying (e.g., reviews of material) in an appropriate environment. Study attitudes refer to a student's positive attitude toward studying and acceptance of the education goals. bottom line is the time spent studying does not predict academic success. 22 The quality of the time spent studying, determined by the specific behaviors and strategies used by the learner, determines the academic success.
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A. Undergraduate Study and Learning Strategy Research
Retrieval, self-testing, and periodic review are learning super foods, powering our brains for long-term learning; rereading and cramming are learning junk foods, feels good, but bad for learning. Retrieval, self-testing, and periodic review are highly correlated with academic success. 24 Yet, these active learning strategies are counter-intuitive and challenge conventional ideas about studying. 25 Despite robust research proving their efficacy, students either do not know about these effective learning strategies or do not trust them, and over-rely on ineffective tried and true learning strategies cobbled together through common sense, intuition, and trial and error. 26 Retrieval, self-testing, and periodic review require more effort and planning than the most commonly used study methods, rereading, and cramming. 27 Retrieval, self-testing, and periodic review also create desirable difficulties yielding deeper, more durable learning. 28 But, when students perceive studying as hard, they incorrectly believe they are not learning and resort to easier study and learning methods, like rereading and cramming. When the learning feels easy, students mistakenly believe that material is well-learned. 29 do. 33 Learning is messy and non-linear, less a steady incline than a series of starts, turns, dead-ends, reroutes, and explosive speed. What works best for learning may not be intuitive, but it can be explicitly taught and it assists students in becoming self-regulated, expert learners.
Retrieval and Self-Testing
Retrieval is an empirically proven learning tool, more powerful than reading, rereading, or any other act of memorization. Retrieving information from memory and "testing" your knowledge leads to deeper learning than the more popular study behaviors of memorization and rereading. 34 Every time information is retrieved, it better connects to other learned material, and becomes more accessible in the future because retrieval and testing creates better organization of knowledge. 35 Retrieval is much more than an assessment of one's knowledge-the retrieval process creates learning while gauging learning depth. 36 The harder the information is to retrieve, the harder the brain must work to dig it up, the greater the learning. 37 Retrieving information from memory is different and harder than just seeing the information again, as in rereading. 38 The testing effect is a well-established cognitive science principle that engaging in testing, a type of retrieval practice, enhances long-term retention compared to rereading or other passive studying activities. 39 Retrieval and testing also improves transfer and knowledge of new contexts. 40 practice, such as practice questions or self-quizzing, even reduces test anxiety and protects our memories from stress. 41 Retrieval and the testing effect are effective learning tools, dispel illusions of competence, and help students accurately gauge their learning progress. 42 Retrieval and testing are valuable formative self-assessment tools that students can use on their own to provide feedback on their learning progress.
Yet, rereading is by far the most commonly used study and learning strategy. 43 The vast majority of students steadfastly believe the best way to learn is to read and reread and reread again in a single study session until material is learned. 44 Students incorrectly believe that rereading creates more learning and that testing merely measures what has been learned to receive a grade. 45 45. Karpicke, supra note 42, at 158. Many students believe that studying means rereading material over and over and that "practicing" or "self-testing" is only to assess what one has learned through rereading. To study for an upcoming test, students were given a choice; after you read through your notes and the text, which would you do next: (a) go back and restudy the material (all or parts), (b) try to recall the material, or (b) do some other study activity. The majority of students chose to reread their notes or the text, but very few students attempted to recall the material. The choice to repeatedly read and reread material is logical if learning is only the process of encoding or inputting information and if retrieval is only a way to assess prior learning. 
Periodic Review
As soon as we learn something new, we start to forget it. 47 By periodically retrieving learned information, we slow the forgetting process. During periodic review or spacing study, the opposite of cramming or massing study, learners retrieve material after a period of time-days or weeks-has elapsed between study sessions to allow for forgetting before the next retrieval attempt. 48 Spacing multiple study sessions over time is far superior to massing study in any single session because retrieval practice spaced over time stops the forgetting process. 49 But, spacing study feels less effective as students have to work harder to retrieve information from days or even weeks ago. 50 When students learn a topic and wait a week or two to review the same material, the information is hard to recall and students feel like they are relearning material they already learned. 51 Like rereading, massing study creates illusions of competence when material that is easier to recall is judged better learned than material that is harder to recall. 52 This is counter-intuitive because massing study works, only as long as a test is immediately after the massed study. 53 But, what if the test is given a week or more later? Spacing study requires time between study sessions where information is forgotten, requiring students to retrieve or recall the previously 47 (2013); BROWN ET AL., supra note 4, at 204. How much "space" or forgetting is helpful? Enough time so that some forgetting has occurred so that retrieval will be more effortful, but not so much space or forgetting that you have to relearn the material. Because time periods between learning helps material consolidate, which includes sleeping, at least a day in between review sessions. Id. at 63-64.
49. BROWN ET AL., supra note 4, at 203. 50. Id. 51. Periodic retrieval of learned material also creates a desirable difficulty. Id. at 82. 52. Bjork et al., supra note 26, at 427. Students mistakenly believe that massing creates more learning because it creates "retrieval fluency," information is easier to recall during massed study sessions, which is perceived as better learning. Id. In massed study, students pay less attention to the second presentation of an item, but pay more attention to the second presentation of an item in spaced study. In massed study, the material is familiar the second time it is presented and students are often more accurate the second time, requiring less effort the second time the material is presented. Id. at 426-27.
53. BROWN ET AL., supra note 4, at 31.
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studied material. 54 The less accessible the memory, the more learning occurs when it is recalled and restudied. 55 One of the criticisms of retrieval is that it is only beneficial for memorization and other lower-order thinking and learning tasks. 56 However, successive retrieval-based learning spaced over periods of time helps learners develop complex knowledge structures, connect and integrate new information to prior knowledge structures, and build depth and complexity with each successful retrieval and consolidation cycle. 57 This process differentiates novices from experts in a field. When experts retrieve information, experts retrieve an entire integrated network of existing, interconnected information built over multiple retrieval and consolidation cycles spaced over years.
Other Highly Effective Study and Learning Behaviors
Mixing up, or interleaving, different topics when engaging in retrieval and self-testing dramatically increases the studying difficulty and also the learning returns. 58 Interleaving creates space between retrieval attempts by mixing up the subjects, putting more time between testing attempts, forcing learners to distinguish between subjects, and creating deeper understanding with material. 59 Again, this finding is counter-intuitive to the conventional method of blocked practice-concentration on the same topic or skill during a single study or practice session. 60 Learners also resist interleaving because it is much more 54. Id. at 63. The spacing effect and the testing effect are similar and interrelated study methods as spaced study inevitably requires retrieval and self-testing in order to recall previously studied information. (2013) . Mixing up your retrieval practice by interleaving two or more subjects is also a type of spacing that helps students to discriminate between different types of problems and select the correct strategy to apply. BROWN ET AL., supra note 4, at 65. Interleaving means "mixing related but distinct material during study." CAREY, supra note 24, at 163-64. The mixing of material, skills, and concepts during study, especially over the long term, helps not only to see distinctions, but also helps to grasp individual concepts. Id. Interleaving or varying practice is also harder, requires more effort, and feels slower; therefore, it is unpopular and seldom used. BROWN ET AL., supra note 4, at 50. difficult and feels counter-productive, even though research proves its efficacy. 61 Elaboration is also an effective learning strategy that uses retrieval to relate newly learned information to existing knowledge by self-explanation, putting the information into "your own words," or explaining steps used during problem solving.
62 Elaboration requires retrieving newly learned material and prior knowledge and helps learners develop mastery by finding additional layers of meaning in newly learned material. 63 Different ways to incorporate elaboration as a learning strategy are to relate new material to what you already know about a subject, summarize or paraphrase by putting information in your own words, or personalize the information by relating it to your own life. 64 Reflection is a combination of retrieval and elaboration where a learner reflects or reviews on information, a past event, or a skill, and asks themselves a series of questions to evaluate what went well and what did not. 65 While these study and learning strategies are highly effective for undergraduate study, are they as effective and correlated with academic success for law study?
B. Law Student Study and Learning Strategy Research
Very little empirical, data-driven legal scholarship has analyzed which law student learning and study behaviors lead to academic success in law school. . Summarizing and paraphrasing are common elaborative learning strategies. An effective elaborative strategy for study is to summarize material and attempt to reduce the number of words by one quarter. Id. at 18. Selfexplanation is a more complex elaborative strategy where a learner will explain to themselves their thought process or steps to work through a problem. Dunlosky et al., supra note 62, at 11-14.
64. BROWN ET AL., supra note 4, at 207. 65. BROWN ET AL., supra note 4, at 209-10. 66. In 1975, Loftman commented that, "very little literature has been discovered directly concerned with study habit effectiveness although considerable work has been done with study habits as one factor in predicting academic performance." Loftman, supra note 2, at 419. There are very few studies of law student study behaviors and two of the three studies are over thirty years old. Loftman, supra note 2, at 419; Patton, supra note 2, at 10; see also Kimball et al., supra note
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The earliest empirical research on law student study behaviors was published in 1968 in The Student, The Situation, and Performance During the First Year of Law School, and found that high-performing students had more effective reading techniques, tested their understanding of the material by "note taking, outlining, group discussion and periodic reviewing," and prepared more effectively for exams by spacing reviews and testing comprehension of the material rather than just memorizing. 67 In 1975, Guy Loftman's Study Habits and Their Effectiveness in Legal Education noted the "surprising lack of analysis of the effectiveness of study techniques in legal education." 68 Loftman found that class attendance and review were the most effective study techniques, that reading and briefing cases, total study hours, and use of hornbooks had less of an impact, and that reliance on law summaries had a negative impact. 69 In 2010, Karol Schmidt, in Learning from the Learners: What HighPerforming Law Students Teach Us About Academic Support Programming, found that high-performing students engaged in a multistep process that included "distilling or condensing" when outlining and consistently engaged in self-testing in the outlining process, whereas underperforming students did not outline or did not further distill their outlines. 70 These findings are generally consistent with the undergraduate literature. Effective reading strategies, periodic review, self-testing, and time management 67. Patton, supra note 2, at 23-24, 26. Even in 1968, Patton found that many first-year law students entered law school relying on passive memorization techniques learned in college that were inappropriate for the study of law. Id. at 33.
68. Loftman, supra note 2, at 419 (citing to Patton, supra note 2, as the only study he found on the subject).
69. Id. at 445. Loftman developed a questionnaire consisting of fifteen questions on the students' pre-law performance, law school performance, and study techniques. are more common among high-performing students. 71 Conversely, over-reliance on passive strategies, like case reading and briefing, cramming, and memorization without review and self-testing, are more common among low and under-performing students. 72 Law schools have long assumed that students come to law school primed and ready to read and dissect copious amounts of primary source material by reading and briefing judicial opinions, engage in rigorous Socratic debate, and put all of the pieces together for themselves. 73 Law schools have historically outsourced law learning skills to law school success self-help resources using the non-empirical, anecdotal approach: "I did well in law school, so you should do what I did." 74 Even the limited empirical research from 1968 and 1975 on law student study habits found that reading and briefing cases was insufficient and that students needed to "test their comprehension" with practice instead of relying on just memorization and review. 75 Legal educators and scholars have 71 . See discussion supra Section I.A. 72. See discussion supra Section I.A. 73. Beginning law students believe many myths about law school. For example, the "Reverse Cassandra Complex" is when first-year law students believe that everyone offering information about law school knows the truth about law school, but in most cases, it is the opposite. This information comes from a variety of different sources-study aids and assistance materials, outlines, and wisdom of upperclassmen. Peter only recently started to apply cognitive science and educational psychology research to academic success and bar prep. 76 But, how do we really know what works if the legal academy has not successfully examined which law learning behaviors truly relate to academic success in law school? The political, social, and economic climate has changed dramatically in the past ten years regarding the presumed value of a law degree. 77 Many critics argue that law school is not worth the investment and demand the legal academy justify the effectiveness of its teaching and learning methods and outcomes. 78 By assuming students come to law school with well-developed study and learning habits, which we know from undergraduate research to be a flawed assumption, and by relying on bar passage to assess ultimate learning success, law schools are ignoring an ugly truth: law schools do not know which learning and study behaviors actually work in law school because they have not closely studied a core function of legal education-students learning the law. 79 
& Tanya M. Washington, Does Practice Make Perfect? An Empirical Examination of the Impact of Practice Essays on Essay Exam
III. METHODOLOGY OF THE LAW STUDENT STUDY HABITS SURVEY
Empirically tested study habit surveys exist, but are designed for the undergraduate learning model. 80 Significant differences in the law school pedagogy, environment, and assessment methods require a specialized survey instrument. 81 First, the law school instruction method differs substantially from undergraduate school, namely instruction through the Case Method 82 and the Socratic Method rather than a lecture format, 83 and the lack of right answers. Second, the law learning environment is more competitive than undergraduate programs: the large number of law students (most classes include seventy-five students per section with multiple sections per class) compared to other undergraduate programs with much smaller classes, 84 with mandatory curves in first-year courses, competition for grades and rank, the importance of firstsemester grades, 85 and increased stress and anxiety. 86 Third, law school assessment is less frequent and more competitive than in undergraduate programs: a single, end-of-term written essay exam assigns grades; there are few, if any, midterm exams, written assignments, or evaluation of students' skills in doctrinal courses; 87 and there are mandatory grade curves and ranking of students. 88 Fourth, the demands on law students' time are much greater than 80 
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in undergraduate programs because of the increased workload 89 and the need to be a self-regulated learner to teach ones' self the law. 90 
A. Research Questions and Hypotheses
This project began while I was working with first-year law students who were struggling academically. I was increasingly frustrated and disappointed by the lack of credible research on effective law student study behaviors. My students had followed the tried and true advice from law school success books and advice from legal educators, but were facing imminent risk of academic dismissal because of poor academic performance in the first year of law school. These students were desperate and confused. They needed to know-what really works? What should I be doing to study for my classes and prepare for exams? What should I be doing to improve my grades so I can stay in law school? I did not have any evidence-based answers for them.
B. Development of the Law Student Study Habits Survey
My research question was which law student study and learning behaviors are positively and negatively correlated with academic success in law school. One of my early hypotheses was that relying too heavily on reading and briefing cases and not leaving time for review, something I perceived as a trend in law student behavior based on feedback from students, would be negatively correlated with LGPA. 91 I also hypothesized that the effective study behaviors from undergraduate research-retrieval, self-testing, and periodic reviewwould be positively correlated with LGPA.
Because a specialized law student study habits survey did not exist, I developed one myself. 92 his undergraduate Study Behaviors Checklist 93 survey for the law learning environment. The Study Behaviors Checklist was selected for adaptation as it had been empirically tested and addressed a similar research question-"What study behaviors are associated with higher grades on exams?" 94 The researchers intended to build on previous research, and "provide a more fine-tuned view of what students do to study by assessing different behaviors in a shorter format than existing scales." 95 The Study Behaviors Checklist included many questions directly applicable to the law school environment. 96 However, not all of the Study Behaviors Checklist questions were appropriate for the law school learning environment; therefore, it was necessary to modify the Study Behaviors Checklist questions to the law school learning environment. 97 I conducted open interviews of firstyear law students using a Study Habits Questionnaire, 98 which led each student through the entire cycle of studying in an academic term and included both closed-ended and open-ended questions. 94. Id. at 28. The Study Behaviors Checklist is a thirty-five item survey designed to assess undergraduate students' use of different study techniques and correlate with students' course grades. Specifically, the Checklist assesses five types of behaviors: organizational, application, elaboration, metacognitive, and resource use on a Likert scale from one (not at all like me) to five (exactly like me). Id. at 30.
95. Id. at 29. 96. For example: "After class, I looked over my notes to check for and fill in missing information," "I created and answered questions about the material while I was reading in my notes," "I used practice exams to study," "I read the difficult material slowly," and "I related what I was reading to lecture materials and discussion." Id. at 31.
97. See supra Sections II.A, II.B. 98. Most students were at-risk students who were required to meet with me, but many students came on their own seeking assistance.
99. Questions regarded study schedules, class preparation, description of case reading process, description of case briefing process, description of note-taking process, description of post-class review, use of study groups, development and use of course outlines, use of academic resources, description of exam preparation process, use of past exams to study and practice, descriptions of supplements and study aid use, and a self-assessment of the efficacy of the student's study habits. Using the student responses, I refined the questions and created an online Questionnaire for students to complete on their own. An online version would save appointment time and allow me to target each student's weak areas and students might be more honest completing the survey on their own. I gathered 103 completed Questionnaires. The Study Habits Questionnaire was not approved by the Institutional Review Board ("IRB"), and has not been formally analyzed for data, but was used to develop patterns and questions for the Law Student Study Habits Survey.
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research instrument-the questions themselves. 100 After pre-testing the pilot Law Student Study Habits Survey, we refined it to a thirty-seven question final version covering the following topics: time management, class preparation (reading and briefing cases), note-taking, class attendance, outlining, reviewing, exam preparation, and test-taking. 100. The pilot Law Student Study Habits Survey was an online survey based on a five-point Likert scale with eighty-seven closed-ended questions. We administered it online using Qualtrics in the 2013-2014 academic year. We collected 143 completed surveys, representing a wide range of LGPAs.
101. Students were instructed to choose one description of how each skill applied to them: Never, Rarely, Sometimes, Often, or Always. SAINT LOUIS UNIVERSITY LAW JOURNAL [Vol. 62:361 OUTLINING COURSE MATERIAL: I make my own outline using my notes, briefs, etc. I have a hard time condensing my outline because it all seems important. I use an outline that I received from another student. I start my outline right before midterms or finals. I don't know how to make an outline. My outline is too long. SELF-TESTING:
I understand the material better after I work through practice questions. I use practice questions to study.
EXAM PREPARATION & TEST-TAKING:
I memorize all of the rules to prepare for exams. I need to finish my outline before I can memorize the rules. I get very anxious while taking tests. I don't know how to organize my essay answers.
RESOURCE USE & OUTSIDE ASSISTANCE:
If I don't understand the material, I ask someone for help. I met with my Professor.
C. Administration of the Law Student Study Habits Survey
The Law Student Study Habits Survey was administered to first-year law students following the completion of their first semester of law school at two different American Bar Association accredited law schools.
102 All first-year law students at the two law schools were invited to participate. Participation was voluntary and was solicited via email containing a link to the online survey. Law students completed the thirty-seven question Law Student Study Habits Survey online in approximately five to ten minutes.
102. The Law Student Study Habits Survey was administered to first-year law students at Thomas Jefferson School of Law ("TJSL") and Seattle University School of Law ("SU"). IRB approval was obtained through the University of Wisconsin-Green Bay, TJSL, and SU. Demographic information (e.g., gender, race, etc.) was not requested nor analyzed. The purpose of this study is to analyze broad trends across first-year law students, looking for correlation to a single objective academic criteria-LGPA. The samples differ based on incoming student criteria-TJSL students had a median LSAT of 147 compared to SU's median LSAT of 154. Further, TJSL students had a median UGPA of 2.88 compared to SU's median UGPA of 3.36. This indicates that the TJSL students came into law school with lower levels of academic ability in general.
2018]
SMARTER LAW STUDY HABITS 383 * Correlation is significant at the 0.05 level (two-tailed). ** Correlation is significant at the 0.01 level (two-tailed).
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IV. RESULTS OF THE LAW STUDENT STUDY HABITS SURVEY My main research question was which law student study and learning behaviors are positively and negatively correlated with LGPA.
A. Positive Correlation with LGPA
The following law study and learning behaviors were positively correlated with LGPA in both the SU and TJSL datasets: 103 the ability to explain confusing concepts to classmates and using practice questions to study.
There is a statistically significant positive relationship between LGPA and a student's ability to explain concepts. The ability to explain confusing concepts to classmates is positively correlated with LGPA in both datasets: SU, r (83) = .36, p = .001; TJSL, r (135) = .32, p = .000. There is a statistically significant relationship between LGPA and a student's use of practice questions to study. Using practice questions to study is positively correlated with LGPA in both datasets: SU, r (83) = .30, p = .006; TJSL, r (135) = .27, p = .001. 
B. Negative Correlation with LGPA
The following law study and learning behaviors were negatively correlated with LGPA in both datasets: the inability to organize essay answers, difficulty writing rules on exams because of lack of practice, weak critical reading skills, and weak synthesis skills.
There is a statistically significant negative relationship between LGPA and a student's difficulty in organizing essay answers. Not knowing how to organize essay answers is negatively correlated with LGPA in both datasets: SU, r (83) = -.29, p = .007; TJSL, r (135) = -.23, p = .007. There is also a statistically significant negative relationship between LGPA and a student's difficulty in writing rules on exams due to lack of practice writing. Having trouble writing the rules on exams because a student did not practice writing them out is negatively correlated with LGPA in both datasets: SU, r (83) = -.40, p = .000; TJSL, r (135) = -.27, p = .002. There is also a statistically significant negative relationship between LGPA and weak critical reading skills, although demonstrated by two different survey questions. Not understanding the cases-either failing to understand despite multiple readings 104 or not understanding the main point 105 -was negatively correlated with LGPA in both datasets. There is also a statistically significant negative relationship between LGPA and weak synthesis skills, although demonstrated by two different survey questions. Weak synthesis skills, when a student's course outline is too long 106 or the student is unable to condense the course material because he or she may be unable to distinguish relevant from irrelevant information, was also negatively correlated with LGPA in both datasets. 
C. Discussion of Results
The main research question of the Law Student Study Habits Survey was which law student study and learning behaviors were positively and negatively correlated with LGPA. In other words, which law student study and learning behaviors demonstrated a statistically significant relationship with academic success in law school.
My two key hypotheses were that: (1) retrieval, self-testing, and periodic review would be positively correlated with LGPA, and (2) relying solely on reading and briefing cases without review or self-testing would be negatively correlated with LGPA. Both hypotheses were supported by the survey results, although no statistically significant relationship was demonstrated between LGPA and periodic review by these results.
Retrieval and self-testing skills were positively correlated with LGPA, demonstrating a statistically significant positive relationship with academic success in law school. This finding is supported by both datasets explicitly ("I use practice questions to study") and implicitly by survey responses demonstrating negative correlation of lack of retrieval and self-testing with LGPA ("I have trouble writing the rules on exams because I didn't practice" and "I don't know how to organize my essay exams"). 107 As shown in Tables 5, 6 , and 7 above, students with higher LGPAs were more likely to respond that they always or often used retrieval and practice testing to learn or study materials and respond that they never or rarely had trouble writing rules on exams or difficulty organizing essay exams. Both datasets explicitly demonstrate by survey responses that elaboration is highly positively correlated with LGPA ("I am able to explain confusing concepts to classmates").
109 Table 4 shows that students with higher LGPAs were more likely to be able to explain confusing concepts to classmates. 110 The ability to explain confusing concepts to classmates illustrates several different cognitive processes and effective learning strategies. 111 The student explaining the confusing concept must engage in retrieval to recall relevant information from memory and elaborate on the information in a clear and meaningful way. 112 Elaboration is the process of putting information into your own words and connecting new information to prior knowledge. 113 Elaboration "improves your mastery of new material and multiplies the mental cues available to you for later recall and application . . . ." 114 While this positive correlation between LGPA and elaboration was not part of my original hypothesis, it is logical and encouraging. Law school final exams are typically closed-book essay exams that present students with hypothetical problems based on material learned during the semester. 115 Students are expected to apply rules learned in the course to new factual situations, to spot the legal issues raised by the facts, and to explain how the law applies to the facts. 116 To be successful in this task, students must not only have read and understood the cases, but must have distilled the legal principles from the cases into a coherent structure of legal rules-connecting new rules to previously learned course material-and must be adept at applying this new knowledge structure to new factual situations in order to excel on final exams.
However, a more troubling finding for law students and legal educators is the negative statistically significant relationship between LGPA and relying on reading, rereading, and briefing cases without retrieval or practice application of the law. 117 Relying solely on reading and briefing cases without engaging in retrieval and self-testing is negatively correlated with LGPA and academic success in law school and leads to a law school learning trap. Because reading and briefing cases is time consuming and difficult, students often reported that SAINT LOUIS UNIVERSITY LAW JOURNAL [Vol. 62:361 they only had time to read and brief cases to keep up for class. 118 Reading and briefing cases creates a false sense of fluency with the material, where students mistake class preparation for studying for the course. 119 This law school learning trap tricks students into believing that reading and briefing cases to prepare for class without engaging in self-testing or retrieval is sufficient for learning in law school. 120 Relying on reading and briefing cases without retrieval or self-testing is negatively correlated with LGPA and is explicitly supported by several responses demonstrating a lack of practice applying the material: "I have trouble writing the rules on exams because I didn't practice" and "I don't know how to organize my essay answers." 121 This finding is also implicitly supported by the negative correlation to the prompt, "I use practice questions to study," which was highly statistically significant for high LGPA and academic success. 122 The results also show statistically significant negative relationships between LGPAs and weak critical reading and synthesis skills, also very troubling for law students and legal educators. 123 Without testing their own comprehension by using retrieval, self-testing, or elaborative study strategies, students develop illusions of competence due to familiarity with material. Students also miss opportunities to refine, synthesize, and consolidate their knowledge when they do not actively engage in retrieval and self-testing. When law students wait until right before the final exam to practice, the practice itself will likely feel hard, leading students to instead engage in easier passive learning tasks like rereading outlines, rote memorization, and other massed strategies that feel easier, but create illusions of competence. 124 118. The first-year law students that I worked with in Academic Success were adamant that they read and briefed every case, outlined the course, memorized the rules, and understood the material. But, when asked if they had tried to apply the new information by working through practice questions or hypotheticals, they reported that they barely had enough time to read and brief cases for class and did not have time to practice applying the material. These students did not understand how critical practice testing was for learning, developing comprehension, or calibrating their own understanding of the material.
119. See supra notes 5-6 and accompanying text. 120. This illusion is often dispelled when students are offered course midterms, whether graded or ungraded. Midterms force students to engage in more learning activities than just reading and briefing cases, but also often reveal large understanding and knowledge gaps as well as exam writing deficits.
121. See supra Section IV.B. 122. See supra Section IV.A. 123. See supra Section IV.B. 124. Many of the low performing students that I worked with in Academic Support described their law school routine as: read and brief cases for class, go to class and take notes, immediately start reading and briefing cases for the next class, start course outline right before exams, read and study outline, use flashcards to memorize rules, rewrite their outline or even rewrite their notes, 125 The Law Student Study Habits Survey results align with findings from cognitive science and question the accuracy of the non-empirical tried and true study advice found in law school success resources. 126 Law students need to spend less time relying on passive learning strategies and more time incorporating active learning strategies that yield formative selfassessment.
A. Recommendations for Legal Educators
This research proves that formative assessment, through practice application of the law, is critical to law student learning and academic success in law school. Ideally, legal educators would incorporate frequent formative assessment in the law school curriculum to assist students in learning material and gauging their own understanding with frequent low-stakes quizzing, including suggested hypotheticals and practice questions in the course syllabus and graded midterms. 127 and read through the professor's past essay exams and mentally issue spot, but not write out answers.
125. Many law school success guides incorrectly stress the importance of reading and briefing cases without emphasizing the importance of testing students' comprehension and application of the concepts extracted from reading and briefing. Some explicitly tell students not to look at a professor's past exams until beginning test preparation late in the semester. One even warns law students that:
Early in the semester, when you haven't covered much of what will appear on an exam, you'll become discouraged if you read an exam that covers the entire course. Your belief in your ability to succeed on exams is crucial, . to help students take responsibility for their own learning through development of selfteaching skills and providing concrete suggestions to legal educators to create formative assessments to enable students to become self-regulated learners).
Yet, law faculty may be daunted by providing individual feedback to large sections of students or the prospects of critiquing and grading multiple essay assignments per term. But, law faculty do not need to provide individual comments on student papers in order to provide effective feedback to large sections. In A Law School Game Changer: (Trans)formative Feedback, Elizabeth Bloom discusses several options for providing effective feedback and formative assessment in large group sections with structured cooperative learning exercises using rubrics and sample answers (both weak and strong), self-assessments, and multiple low-stakes assessments beginning early in the course. 128 Formative assessment does not need to be in essay form to be effective for student learning. Multiple-choice and short-answer questions are effective for providing formative assessment and doubles student learning over relying on reading and rereading. 129 Faculty can leverage teaching and research assistants, as well as hypotheticals provided in teachers' manuals of assigned casebooks for writing hypothetical essay or multiple-choice questions that cover single topics.
Due to the critical nature of formative assessment and practice application of the law to student learning, students will require resources outside of assigned casebooks. When law faculty tell students not to use anything except their assigned casebook or materials, they limit students' autonomy, self-regulated learning, and ability to gauge learning and understanding. Instead, law faculty should recommend resources that complement the assigned materials and make more practice questions and resources available.
B. Recommendations for Law Students
Law students also need to incorporate early and frequent formative selfassessment using retrieval and self-testing to calibrate their understanding, form deeper connections to material, synthesize information, develop complex knowledge structures, and better prepare for exams.
Reading and briefing cases, going to class and taking notes, and outlining course material are not sufficient for academic success in law school. Relying solely on reading and briefing cases and going to class without testing one's knowledge creates the same fluency and illusions of competence as rereading. 130 Without testing comprehension with practice questions and hypothetical questions, law students are falling into the same learning trap that researchers found in undergraduate students.
Law students must incorporate retrieval and self-testing at every learning step to develop deep understanding, build complex knowledge structures, and most importantly, to understand what they know and what they do not know. Using practice questions to study and learn doubles students' performance over just relying on reading and rereading. 131 Multiple-choice practice questions are just as effective as short-answer questions. 132 For retrieval and self-testing to be the most beneficial for student learning, feedback must also be available in the form of a correct answer or an answer with an explanation after the student works through the practice question herself. 133 Smarter law learning is using empirically proven study strategies to learn, like retrieval, self-testing, and elaboration. Smarter law learning requires students to read and brief cases to prepare for class and immediately engage in retrieval and self-testing to gauge their understanding of the material. Smarter law learning involves elaboration. For example, when reading and briefing cases to prepare for class, students should make the effort to put the case material into their own language without looking at the text or their notes, rather than relying on passive copy and paste into one's brief. Students should also use the same elaborative strategies to synthesize multiple case rules, synthesizing multiple individual case rules into one synthesized rule, and developing their course outlines.
Law students can use several commercially available study aids for practice questions to self-test their knowledge and comprehension as they learn each topic. For example, the Examples & Explanations series provides both narrative summaries of substantive law organized by topic and hypothetical questions accompanied with detailed explanations that allow students to test their comprehension. 134 The Questions & Answers series does not include narrative summaries, but features many multiple-choice and short-answer questions arranged by topic as well as practice essay questions with explanations and correct answers. 135 Other commercial series provide outlines or checklists as well as multiple-choice, short-answer, and essay practice questions. 136 These commercial materials do have limits in their effectiveness. They may fail to identify the nuances highlighted by the doctrinal professor or even contradict the professor's materials. They may also focus more on black letter law and fail to cover policy and theory that may be very important to the 131. Smith 136. The Gilbert Law Summaries and Emmanuel Law Outlines Series are black letter law outlines that also contain some practice questions. The Exam Pro Series and Acing Series are published by West Academic and also cover the first-year subjects. particular professor. These commercial resources are supplements, not replacements, to in-class materials, a student's own notes, and materials provided by the professor. Law students may find that a more effective solution is to blend commercial materials with their professor's assignments and materials to make their own hypotheticals that more effectively mirror what they are learning in the classroom.
Law students should also seek out their professors' past exams early in the term. There may be some limitations on using professors' past exams to study. First, the professor's past exam may not cover every topic the student has learned. Second, the professor may not provide a rubric, grading criteria, or model answer. The professor may only provide a sample student answer that may contain errors or may not provide any answer at all. Law students can still get feedback when using a professor's past exam by working through the past exam (retrieval and self-testing) and asking the professor to review the practice exam in office hours. Nevertheless, professors' past exams are a valuable asset to students' learning and should be exploited after the student has covered enough material in the course.
Another source of hypotheticals is the Notes & Questions section in most casebooks after cases or topics. These are written by the casebook authors to highlight important issues or information in the cases or topics. Some law professors go through the Notes & Questions in detail or may use them to generate questions. These provide excellent opportunities to test out students' understanding, but students will need to meet with their professor in office hours to discuss the answers because correct answers and explanations are not typically provided in the law student version of the casebook.
Effective learning is difficult and often involves mistakes and setbacks. These are part of the learning process and are signs of effort, not failure. If you are trying through retrieval and self-testing strategies and make mistakes, do not despair. Each mistake is a learning opportunity. Get feedback, find the correct answer, analyze why you made the mistake, and correct your misunderstanding. Still confused? Get help. Ask your study partner, find more information in a treatise or study aid, ask the teacher's assistant, visit your academic success department, or visit your professor in office hours.
C. Future of the Law Student Study Habits Survey
The Law Student Study Habits Survey is a preliminary tool in understanding which study and learning strategies law students actually use and which strategies are correlated to academic success for law students. The results above are based on only two administrations of the survey at two law schools, yielding a small sample of student data. A next goal is to make the survey available to other law schools to administer to their students, across regions and tiers. The ultimate goal is to collect data on law student study habits to better understand law student study habits, to identify students needing assistance, to develop meaningful interventions, and to provide sound, evidence-based advice to law students.
Legal educators need more reliable data on effective law student study and learning behavior, for individual institutions as well as across the academy. This is a call to action to any law school interested in administering the Law Student Study Habits Survey to its students. The Law Student Study Habits Survey is available to interested law schools. Survey administration is online and takes students five to ten minutes to complete. Law schools would need to provide the author a letter of institutional support and engagement for the IRB approval. Each institution would be responsible for providing the required academic data for each student that submits a survey response, which researchers would then correlate with the survey responses. 137 If interested in participating in the Law Student Study Habits Survey, please contact Jennifer M. Cooper at jcoope9@tulane.edu.
137. Academic data includes academic and objective test scores (e.g., LSAT, UGPA, LGPA, course grades).
